Developing and assessing learning outcomes have long been critical tasks within higher education settings, yet perceived deficits in college students' learning and rising costs of college
Learning Outcomes
attendance have stimulated a new wave of public scrutiny for institutions of higher education (Shulman, 2007; Wolf & Goodwin, 2007) . Responding to calls for quality assurance and greater accountability for student learning is an opportunity for academic and student affairs collaboration in order to "combine knowledge acquisition and experiential learning to promote more complex outcomes" (National Association of Student Personnel Administrators [NASPA] & American College Personnel Association [ACPA], 2004, p. 20) . To date, little scholarship addresses how learning outcomes identified by student affairs educators relate to learning outcomes advanced by academic counterparts.
Recognizing that students learn and develop across their entire college experience, student affairs educators have contributed substantially to the focus on learning and developmental outcomes. The Student Learning Imperative: Implications for Student Affairs (ACPA, 1996) called on student affairs educators to enhance student learning and development by creating "conditions that motivate and inspire students to devote time and energy to educationally-purposeful activities, both in and outside the classroom" (p. 1); these conditions are needed to help students achieve desired (NASPA & ACPA, 2004) , and the work of numerous scholars (see Kuh, 1993; Kuh, Schuh, Whitt, & Associates, 1991; Upcraft & Schuh, 1996) , resulted in the identification, development, and assessment of outcomes aimed at promoting student learning and development. Furthermore, achieving learning outcomes requires collaboration with academic colleagues (American Association for Higher Education [AAHE] , ACPA, & NASPA, 1998; ACPA, 1996; NASPA & ACPA, 2004) .
outcomes. The long-time work of the Council for the Advancement of Standards in Higher Education (CAS), with projects such as Learning Reconsidered: A Campus-Wide Focus on the Student Experience

Recent efforts within higher education illustrate broader commitment to addressing curricular and co-curricular learning outcomes, including the creation of the Voluntary System of Accountability by the Association of Public and Land-Grant Universities and the American Association of State Colleges and Universities, the LEAP Project from the Association of American Colleges & Universities (AAC&U), the Lumina Foundation's Tuning USA project, the founding of the National Institute for Learning Outcomes Assessment, and the emergence of the New Leadership Alliance for Student Learning and Accountability. Efforts to promote and assess learning remain fragmented, despite the evident benefits of partnering intentionally across the academy to create learning outcomes.
This study entailed a qualitative content analysis of 25 disciplinary accrediting bodies' learning outcomes for which academic programs must furnish evidence for accreditation. The authors first address the history of and existing literature about learning outcomes in higher education, and through the methodology section they explain the methods used to analyze the learning outcomes. The findings focus on the clusters of learning outcomes identified through the content analysis; these findings are then connected to outcomes developed by other educational associations (i.e., CAS and AAC&U). Finally, implications for partnerships toward developing common outcomes across the academy are explored.
The Momentum to Advance Learning Outcomes Assessment
Following a decade of attention to the K-12 sector of education (Fusarelli, 2004; U.S. Department of Education [USDE], 1983) , national attention shifted in recent years to focus on accountability in higher education (AAC&U, 2002; Shulman, 2006) . The Commission on the Future of Higher Education (USDE, 2006) illuminated the public demand for greater transparency and accountability from institutions of higher education (Reeves, 2006) . In essence, the report focused on "higher education's multiple stakeholders [who] have called for a reframing of the educational enterprise itself" (DiCroce, 2006, para. 3) . Provezis (2010) noted the increased emphasis in the last decade on measuring outcomes by all of the regional accrediting associations. Calls from academic leadership to assess learning outcomes are also well documented (Ewell, 2008 (Klein, Benjamin, Shavelson, & Bolus, 2007) . The voice of specialized accreditation has been missing from this conversation; indeed "disciplinary associations could surely play a larger role in the national debate about student learning" (Glenn, 2010, para. 13) (Alexander, 2000, p. 411) . Economic needs and government expectations for performance require colleges and universities to become increasingly responsive (Alexander, 2000) . The demands for performance now have shifted to a focus on outcomes of involvement and learning rather than simply on resource inputs (Burke, 2005; McLendon, Hearn, & Deaton, 2006) . Assessing students' learning and development is a core task for educators across colleges and universities (CAS, 2009) . Student affairs and academic affairs educators must meet the call and measure the ways they contribute to students' learning (Keeling, 2006; Rhodes, 2006) . Academic and student affairs educators are often unaware of each other's intended outcomes, and true collaboration in developing or assessing those outcomes remains challenging (Kezar & Lester, 2009 Affairs (ACPA, 1996) and Powerful Partnerships: A Shared Responsibility for Learning (AAHE, ACPA, & NASPA, 1998) (NASPA & ACPA, 2004, p. 14) . Building on the work of Kuh (1993) , the authors identified seven broad categories of learning outcomes, sample developmental experiences, and the bodies of knowledge that informed the categories, providing education professionals with support for shaping programs, curricula, and experiences aligned with intentional outcomes (Baxter Magolda, 2009; Fried, 2007; Keen & Hall, 2009 (CAS, 2009) . Colleges' programmatic assessment efforts frequently incorporate the CAS standards as a framework to measure student learning and development (Morris & Miller, 2007; Young & Janosik, 2007 (CAS, 2008 (CAS, , 2009 (Prados, Peterson, & Lattuca, 2005, p. 165) . With growing public scrutiny (Shulman, 2007) (Eaton, 2006, p. 2) ; it is a private, nonprofit organization that works in conjunction with the U.S. Department of Education (USDE) to develop accreditation standards (Eaton, 2006 (Dickeson, 2009; Eaton, 2006; Trow, 1996) . professions, stand-alone schools, and programs (e.g., health professions and law; Eaton, 2006) . With approximately 80 recognized accrediting bodies responsible for over 18,000 programs, different tactics are used across disciplines and accrediting bodies in assessing quality and student learning (CHEA, 2005 . As Banta (2001) The focus of this study was to examine the outcomes of these disciplinary entities. (Hijmans, 1996, p. 94 (Weber, 1990, p. 12) . A qualitative content analysis approach is exploratory and seeks to provide insight into a phenomenon (Hijmans, 1996) 
Accrediting organizations in the United
Purpose of the Study
Methods
For this study, the researchers employed qualitative content analysis methodology to examine learning outcome documents from discipline-based accrediting bodies. Qualitative or interpretive content analysis is a "research technique for making replicable and valid inferences from data to their (social) context"
Management and Collaborative Leadership
The most frequently noted outcomes were about management and collaborative leadership-10 categories represented management and collaborative leadership capacities. In all, 22 associations referenced competencies germane to this key category through 42 learning outcomes. 
Within this theme, several management tasks were evident, such as establishing goals and objectives, engaging in planning, delegating responsibilities, managing projects, and making
Students across the disciplines are expected to be able to establish collaborative relationships with their peers, be skilled in mediation, and be able to negotiate. Through this analysis, the authors categorized 31 outcomes as pertaining to students demonstrating and respecting diverse perspectives. As an example, the Society of American Foresters required graduates of its accredited programs to develop an "understanding of social and economic structures, processes, and institutions of importance across a broad range of societies." Given that many of the accrediting bodies in this study prepared students for work in helping professions
Discussion and Implications
As indicated through the findings of this study, the authors identified professionalism as an overarching theme and categorized the discipline-based learning outcomes into eight themes, including management and collaborative leadership, critical thinking, professional skills, interpersonal relations with diverse others, ethics, life-long learning, knowledge bases, and intrapersonal attributes and competencies. These findings address the two research questions guiding this study of outcomes established by disciplinary-based accrediting associations. First, the data affirmed that these accreditors are ensuring that academic programs prepare future professionals for careers in their field of study. Second, the discipline-based learning outcomes complement and mirror those established by student affairs and other academic associations.
Learning Outcomes
theme of "professionalism" encapsulates the ideas identified in the outcomes and is widely supported in studies of desired competencies among various professions (e.g., Akangire, Tarique, Qian, & Naqvi, 2000; Harrison, McPeak, & Greenberg, 2003 (Adelman, 2009), specifically those that are cognitive, methodological, technological, and linguistic. Adelman (2009) 
observed, "Regardless of a student's course of study, institutions of higher education seek to foster development of all these instrumental competences" (p. 55).
Viewing these findings in conjunction with the outcomes promoted through the LEAP Project (AAC&U, 2010) and by CAS (2009) (Gutowski, 2006) or e-portfolios (Garis & Dalton, 2007) In all cases, intentional evidence-based collaborations will benefit students, disciplines, and institutional goals (Kezar, Hirsch, & Burack, 2002; Schroeder, 2003 
Conclusion
The breadth of outcomes required by disciplinary accreditation associations supports the use of the whole campus as the student's learning environment (AAC&U, 2009; NASPA & ACPA, 2004) . The findings from this research, and the overlap with existing outcome taxonomies, provide a strong foundation to inform campus practice. In addition to such widely touted collaborations as retention activities, service-learning, study abroad, or living-learning programs (AAHE, ACPA, & NASPA, 1998; Schroeder, 2003; Schuh & Whitt, 1999) , intentional collaboration around shared learning outcomes benefits the institution, student affairs programs, and academic disciplines. Just as "more cross-pollination among the . . . [regional accrediting associations] would allow each to learn and grow from the others" (Provezis, 2010, p. 3) , cross-pollination among disciplines and student affairs would more greatly contribute to the learning and development of students.
